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EDITORIAL

The role of culture in the process of social development, and thus in educational
strategies, is acquiring different characteristics compared with the past. It no
longer deals simply with the function of the cultural dimensions of development,
some of which are indeed very important, but incorporates multiculturality and
interculturality as important features in all societies. The spread of the phe-
nomenon of multiculturality has been the result of various factors. Some of them
have been the subject of relatively profound studies (migration, the globalization
of the economy, the technological and information revolution, for example); oth-
ers, on the other hand, are more complicated and are found in different forms
according to particular social contexts: changes in life-styles, a better understand-
ing of individual differences, an improvement in the domain of individual choice
and alternatives. '

A better understanding and respect of differences has led to a crisis in tradi-
tional forms of social cohesion based on the acceptance of a single and dominant
cultural model. However, experience over recent years has demonstrated that the
breakdown in traditional forms of cohesion does not automatically lead to the
respect of differences, to tolerance and to solidarity, but rather more frequently
means the break up of the community, seeking refuge in restrictive cultural identi-
ties and the collapse of any possibility of living together in harmony.

In this context, what is the role of education? In reply to this question, G.R.
Teasdale and A. Little have co-ordinated the preparation of this edition of
Prospects, which is devoted to an analysis of the relationships between the domi-
nant culture and indigenous populations. This analysis helps us to understand not
only the specific cases mentioned in this selection but also the general problems
which arise when different cultures meet.

In the section ‘Viewpoints/Controversies’, Stephen P. Heyneman analyses a
key aspect of current educational debates: the discussion on the economy and edu-
cational economists. In recent years, these discussions have exerted a major influ-
ence on the decision-making process. In the present context of a scarcity of
financial resources for education, the decisions proposed by economists have
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556 Editorial

resulted in major confrontations with other partners in the educational process,
not least the educators themselves. Heyneman sums up the situation, not only on
the basis of the outcomes of research on the economics of education, but also con-
cerning the arrogance with which these outcomes have often been presented. A
greater degree of modesty should be an important characteristic of scientific and
political rigour in the economics of education.

To complete this edition, two articles, one on geography teaching and the
other on the subject of women in Japanese higher education, represent significant
trends and cases in the change process of modern education.

JuaN CARLOS TEDESCO
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ECONOMICS OF EDUCATION:

DISAPPOINTMENTS AND POTENTIAL!

Stephen P. Heyneman

Introduction

Research on the economics of education has developed along two broad lines. The
first draws upon the theory of economic growth to assess the contribution that
education has made to output in modern economies. The second has employed
analytic methods based on micro-economic theory to examine the effects of invest-
ments in education and training on the size and distribution of individual incomes
and to suggest ways in which the efficiency of the education process might be
improved. This paper is concerned only with the second of these two research tra-
ditions.

The second line of research has been directed at teachers, school officials and
education ministers on the grounds that it would help them formulate policy and
make investment decisions. But the bulk of the economics research has been super-
fluous to making educational decisions. It has over-emphasized rates of return to

Stephen P. Heyneman (United States of America)

Served for two years as a teacher in rural Malawi; and one year as a research fellow at the
Institute of Education at Makerere University; then as a graduate student at the University
of Chicago; for two years as consultant to the United States federal government on prob-
lems of adolescence; for more than fifteen years as a staff member of the World Bank; as
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560 Stephen P. Heyneman

expansion by level, and under-emphasized the economics of educational quality,
new subjects, target groups, teaching methods, and system reforms. It has virtually
ignored the dependency of one part of the education system on other parts, for
instance the essential contribution made by secondary and higher education to the
quality of basic education. When dealing with vocational education the economics
literature has followed a traditional misspecification now three decades old. When
discussing the equity of participation in higher education, the research has
appeared gratuitous in nature, for it has continued to offer recommendations on a
problem which has been solved by no nation, rich or poor, capitalist or socialist.
To complicate matters further, it is common to find disparaging references in the
economics literature to the education community and to educators, as if reluctance
to embrace the economic evidence being presented was a sign of irrational conser-
vative behaviour. These remarks persist in spite of the fact that the evidence itself
derives from supply-driven questions originating within academic economic tradi-
tions.

However, the demand for sound economic decisions in education is on the
increase. School systems confront similar challenges, and will therefore require
similar types of new analyses. These include: economic benefits of new curricular
programmes, managerial innovation, and policy shifts. New analyses should entail
a quantum jump in case studies and small samples of economic performance based
on questions in demand from the education community itself. The future health of
both communities will depend upon an improving relationship between them. To
that end, this article proposes a ‘code of conduct’ for education economists and for
educators to follow. The result could be an era of new innovation in educational
economics involving new techniques to respond to new questions, relevant to new
theories and new practice.

Background

In July a member of the Allegheny, Pennsylvania, school board told the National
Education Association that ‘there are two words which are electrifying the indus-
trial world. Those words were “scientific management”, and they contained a
“message for every teacher”.” If ‘teachers did not voluntarily take steps to increase
their efficiency, the business world would force them to do so.” The year of that
statement was 1911 (Callahan, 1962, p. 100).

A half century later, large-scale survey techniques provided James Coleman et
al. (1966) and Christopher Jencks et al. (1972) with the means to make similar
arguments, only on more scientific grounds. Schools were characterized as ineffi-
cient and ineffective, and therefore required radical restructuring. Then it was
argued that these findings from the United States of America were typical of the
rest of the world, including those from developing countries (Simmons &
Alexander, 1978). Fifteen years later, despite mounting evidence to the contrary
(Heyneman, 1975; 1980a; Heyneman & Loxley, 1983), the terms of debate
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remain unchanged. According to Hanushek: ‘There is no systematic relationship
between school expenditures and student performance,” and ‘these findings are not
being greeted with enthusiasm by educators because it has clearly indicated that
their current operations are inefficient and broadly ineffective’ (Hanushek, 1994,
p. 5). And again, as before, there are rebuttals (Hedges, Laine & Greenwald,
19944; 1994b; Kremer, 1995).

That the debates in the economics of education appear both repetitive and
full of confrontation once caused Russell Davis to remark that he felt:

like Rip Van Winkle, who woke up after a forty-year sleep and found everyone else still
sleeping. Though most papers have a section which looks to the future and volumes end
with an ‘agenda for the future’, most events are out of date; theoretical material is vintage;
and the topics and models and methods are not what administrators or managers talk
about, or talk about doing (Davis, 1985).

Davis’ criticisms apply particularly to the economics of education in ‘developing’
countries. But the field in general has been slow to ask the questions whose
answers are necessary for educators to run education systems better, and has been
quicker to ask questions generated by concerns within the academic economics
community. Questions coming from the education community tend to be driven by
the increase in expectations for educational excellence across many new and com-
peting dimensions in an environment of stagnant or declining resources. Questions
in the latter category tend to emerge from the abundant supply of economists
employed in university and development agency settings. The mismatch between
supply-driven and demand-driven questions continues to be a source of tension.
Economists sometimes assert that educators ignore ‘the evidence’. Educators assert
that agency and university-based economists have evidence but on the wrong ques-
tions.? It is hoped that this paper may begin to clarify these differences and help
ameliorate them.

If one excludes the macro-lines of inquiry into human capital—the contribu-
tion of education investments to general economic growth and to the alleviation of
poverty—then the evidence commonly used for guiding educational strategies gen-
erally falls into three categories: (i) returns accruing from additional years of
‘exposure’ to schooling broken down by ‘horizontal’ levels; (ii) the internal effi-
ciency in the use of educational resources; and (iii} comparisons of ratios of stu-
dents at elite levels with their representation in the wider population. In terms of
policy advice, the results from these types of inquiry over the last twenty-five years
have basically elicited the following generalization:

Primary education is a better investment than secondary or higher education. ‘Academic’
generalizable skills are better investments than ‘vocational’ skills. School systems are not
effective in allocating and using resources. And as a result of biases in who attends, higher
education should be priced more highly and students from impoverished backgrounds
should be protected, through loans with subsidized rates of interest (Psacharopoulos, 1973,
1981, 1985, 19874, 1987b, 1995 forthcoming).
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The general lines of evidence and the resulting policy conclusions have been dis-
cussed extensively at international conferences and have emerged in the strategy
statements of many national and international agencies over the last quarter cen-
tury. So frequently have they been repeated that some suggest they ‘have a life of
their own’ and emerge as conclusions before evidence is gathered or reported
(Plank, 1993, p. 100).

Few would argue that these conclusions have no general merit. Few would
question their ‘political correctness’. Who would oppose universal compulsory
education? In spite of this, such recommendations are not universally acclaimed.
To understand the reasons for this hesitancy, it is necessary to discuss each type of
evidence: the evidence which purports to answer the question ‘in what to invest’;
and the evidence which purports to answer the question on the equity of those
investments. First, we will argue that the lion’s share of this evidence is used to ask
questions which are superfluous to the better management of education. Then we
will turn to some of the newer lines of argument in the economics of education that
are in demand by those who make educational decisions. Last, we will propose a
brief list of principles on which to build a ‘code of professional ethics’ within the
economics and education communities, and so perhaps to reduce tensions and mis-
understandings.

Four categories of educational investment
questions

The economic questions which emerge from teachers, school directors, and district
and state education administrators typically fall into four general categories. The
first has to do with horizontal quantitative expansion—for example, the returns to
new investments from a higher proportion of the age cohort attending post-
secondary education.? The second has to do with general improvements in qual-
ity—for example, the benefits deriving from a new series of textbooks, or new
geography lessons on interactive CD-ROM disks. A #hird has to do with new verti-
cal investments—those which may lead to new programmes of professional prepa-
ration (for a medical instrument technician or for a computer security technician,
for instance); new specially-targeted education programmes (primary and sec-
ondary education for the disabled, for instance). The fourth category has to do
with the economics of policy reform—the costs and benefits associated with a
change in examination policy, a shift to the private provision of educational mate-
rials, a new mechanism to license teachers. There is one additional category of
question, which crosses each of the four, and this has to do with the equity of uti-
lization—the proportion of those from impoverished or underprivileged sections
of the population able to benefit from the new investment. Each of these questions
seems compelling. But the facility by which the economics profession can respond
is very different, either because of technical shortcomings or because of disci-
plinary disinterest, or both.*
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General investments in horizontal expansion by
educational level

When using rates of return to marginal differences in ‘exposure’ to schooling as a
guide to public financing policy many problems have to be confronted.’ Aside
from the well-known theoretical problems (Benson, 1978; Bennell, forthcoming
(a), 19954), it has proven very difficult to incorporate in-kind earnings accurately
into the calculations, hence biasing comparisons of results across different labour
markets (Cann, 1982, p. 67). Results have been surprisingly sensitive to different
estimation techniques (Cohn & Hughes, 1994; Eckaus, 1973). Nor has there been
much progress incorporating student responsibility and effort, or classroom condi-
tions into the models, in spite of the fact that these factors are critical determinants
of the ‘opportunity to teach’ (Killingworth, 1993).6 Some of the evidence is contra-
dictory to the traditional generalizations (noted above), giving rise to the impres-
sion that the generalizations themselves are influenced by the investigators’
predetermined attitudes of what to expect.

For instance, returns to higher education or vocational education have been
found to be greater than elementary education in Pakistan (Guisinger, Henderson
& Scully, 1984); Brazil (Tannen, 1991); Botswana (Hinchliffe, 1990); China (Min
& Tsang, 1990); Turkey (Tansel, 1994); and Greece (Kostakis, 1990). How com-
mon are these exceptions? Bennell (forthcoming (b), 1995b) argues that in only
one-half of the cases is the rate of return to elementary education higher than sec-
ondary or post-secondary levels. Why secondary, higher and vocational education
should have larger economic returns than primary education under these circum-
stances is not clear.

What is clear is that rates of return by horizontal educational level are
inversely associated with differences in access (Cline, 1982; Jain, 1991). This
assumption biases comparative rate-of-return figures across countries with diver-
gent enrolments.” Without controls on the proportion enrolled, it may not be accu-
rate, for instance, to compare rates of return to basic education in Chile with basic
education in Malawi. Similar biases occur within countries, such as India and
Brazil, where level of access varies considerably from one region to another.
Historical studies examining reasons for expansions of basic schooling have shown
the importance of motivations other than economics (Fuller & Rubinson, 1992;
Mitch, 1992), one principle reason being the fact that, over time, it is normal for
the educational experience to become a ‘tradition’ (Shils, 1981; Heyneman,
1972a).

Rates of return to educational level tend to ignore the fact that, as in a health
or agricultural system, the efficiency of one level is dependent upon the others.
Some are obvious, direct and mutually reinforcing, such as the quality of post-
secondary teacher training which influences the quality of basic education. Others
are not so obvious, such as educational assessment as a means of feed-back; or the
contribution of higher education to effective education management and to good
governance in general. Still other linkages across levels are indirect and pernicious.
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For instance, when technical education is used as a means to ration higher educa-
tion, it results in a distortion of internal resources, so serious that it affects the abil-
ity to finance basic education adequately. Each of these implies that investment
decisions concerning one level cannot easily be isolated from investment in other
levels. For this reason many educators regard the evidence on rate of return by
level as interesting but superfluous to making sound managerial decisions.

The non-monetary-in-kind benefits from basic education are considerable—
better health practices, reduced family size, improved household management, etc.
But are the non-monetary benefits from basic education higher than those from
other levels of education? There are public good benefits as well—a more literate
and aware citizenry, for instance. Though there have been attempts to assess the
strengths of the non-monetary benefits, as yet, there is no acceptable means of
comparing those which result from different levels of education. Nor is there an
acceptable means to quantify relative strengths of public goods by educational
level. As Rivlin pointed out thirty-five years ago, higher education is, in part, a
public good which provides new research, new products and the preservation of
culture. The benefits may very well be higher for the society than for the individ-
ual, and the benefits are not amenable to a common currency. ‘No one has yet
developed a method for estimating the total return that society is getting or might
get on its investments in higher education’ (Rivlin, 1961, p. 137).

Participation in higher education

But what about the equity argument? Is it not true that places in higher education
are inequitably distributed? Do not children of the wealthy attend in higher pro-
portions, and should not that help determine higher education investment strate-
gies?

The answer comes in two parts. The first has to do with providing equality of
educational opportunity in pre-university education. The definition of equality of
opportunity has been the subject of wide debate, but the essence can be reduced to
having the opportunity to utilize equal educational resources (Heyneman, 19805b).
If such equality is provided, then the second part of the answer becomes pertinent,?
suggesting that it is not necessarily true that public investment in higher education
should be lowered because there is an inequality of participation.

By tradition, the question of over- or under-representation in higher educa-
tion is first approached by making inquiries as to the social origins of the student
population. Anderson was among the first to calibrate this by asking a random
sample of Oxford and Cambridge university students about the educational attain-
ment of their parents and the occupations of their fathers. He then compared the
results to the estimated percentages in the population at large of the generation
with university-age offspring (Anderson, 1952; 1956). Over the last forty years
there has been a wealth of new material gathered on the question of representa-
tion. Studies have included the United Kingdom (Halsey, Heath & Ridge, 1980),
France (Millot, 1981), Germany (Craig, 1983; Williamson, 1977}, and many other
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countries of the Organisation of Economic Co-operation and Development
{OECD) (Passeron, 1979; Busch, 1975). Surprisingly, there has been a long
research tradition on social representation in higher education in the USSR
(Dobson, 1977, 1980; Anderson, 1977; Jones, 1978). And there is a long line of
inquiry on the same question in lower-income countries beginning with Ceylon
(Strauss, 1951), Ghana (Foster, 1965; Peil, 1965; Weiss, 1979); Kenya (Prewitt,
1974); the Republic of Korea (Snodgrass, 1977); China (White, 1981); Colombia
(Selowsky, 1979); Malaysia (Merrman, 1979); and many others. Early surveys
focused on students’ social origins; later surveys gathered information from house-
hold populations about educational attainment, thus permitting generalizations
about social representation ex post facto.

Findings have been used to justify the policy changes in educational finance,
the targeting of public assistance (often through loans) to those with lower socio-
economic backgrounds, and a shifting of public investments away from higher
education toward lower levels of education. This re-allocation has traditionally
been justified on the grounds that higher education participation is imbalanced
toward those of higher social origins and therefore that the benefits of higher edu-
cation constituted a perverse cross-subsidy from those who are poor to those who
are rich (Hansen & Weisbrod, 1969; Moor, 1982).

Disagreements over whether disproportional representation in higher educa-
tion in fact ‘hurts’ the poor have been present from the outset (Pechman, 1970,
1972), but equivocal results in the eyes of the education community are not the
main problem. The main problem is the absence of any study concluding that par-
ticipation was sufficiently equitable. Since imbalance is universal, the question
which arises in the minds of educators is what constitutes a ‘normal’ or ‘accept-
able’ degree of imbalance?

An answer to this question does not seem to emerge even when one looks at
trends over time, and even in countries known for having strong admission policies
favouring those of lower socio-economic status. The student population attending
universities in the USSR, for instance, has not changed significantly since the
1930s. In 1939, university students from professional backgrounds were 2.4 times
over-represented in Soviet higher education; in 1970 they were 2.1 times over-
represented. University students with professional backgrounds were over-repre-
sented in France by a factor of 2.8 in 1950, and by a factor of 2.4 in 1965. In the
United Kingdom, students with professional backgrounds were over-represented
by 2.6 in 1961 and by 2.4 in 1979; in Japan by 2.4 in 1953, and by 1.8 in 1968; in
Hungary by 3.1 in 1931 and by 3.2 in 1963. Even in the United States, with higher
rates of post compulsory educational participation than for those other countries
on which there are data, students with professional backgrounds were over-repre-
sented by a factor of 2.4 in 1920 and by a factor of 1.5 in 1954 (Anderson, 1983,
Table 8).°

From the point of view of the education community, and most particularly, a
minister of education, the economic research on equity in higher education may
have reached a point of diminishing returns. No one would argue against the
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proposition of encouraging and subsidizing low-income students. One finds that
such programmes are common around the world. But equity policies in higher edu-
cation are not free of cost. And since there is no precedent for obtaining equity of
participation, there is no economic guidance on how much a society should invest
in it. Is over-representation of students with professional backgrounds by 100%
acceptable? Higher education in France, the United Kingdom and Japan demon-
strates such levels, even after considerable efforts towards amelioration. Such high
levels of inequity did not seem to prevent the economic development of these coun-
tries. What about low-income countries? What would be the economic benefits if a
country achieved an improvement in the social representativity of higher educa-
tion? Or, more realistically, what might be the economic benefits for improving one
category of an under-represented social group—say lower socio-economic status
groups—as opposed to females, rural residents or indigenous peoples? The eco-
nomics of education literature is comparatively silent on the issue of off-setting tar-
get groups though it has long been known that an increase in the proportional
representation of one group may diminish the representation of another (Galanter,
1984; Heyneman, 1980b; Klitgaard, 1986; Tzannatos, 1991).

The point is not whether countries should cease from trying to insure an
equality of opportunity. Social justice is sufficient rationale (Rawls, 1971). Rather,
the point is that recommendations concerning the distribution of higher education
places are based on values. There is little economic evidence to suggest what
returns might be expected from a shift in the proportion of under-represented stu-
dents in higher education from X to Y. This may help explain why ministers of
higher education and university presidents appear impatient with the traditional
argument for lower public investment in higher education on the grounds that
there is inequitable participation. Lower public investment in higher education
may be justified on grounds other than equity. But since administrative mecha-
nisms for instituting loan schemes are non-trivial, and because there are many
ways to raise the private costs for obtaining higher education {Colclough, 1990),
university managers are justified in questioning the logic of the equity argument
for lowering public higher education investments. “Whatever might be the merits
of introducing a loan scheme to encourage more students from needy families,’
Eisemon and Salmi point out, ‘under circumstances of more cost-recovery, student
loans cannot be regarded as a policy instrument that is likely to increase equity in
participation in higher education’ (Eisemon & Salmi, 1995, p. 3).

Given these problems with the traditional economic evidence on the expan-
sion of education by level, how is a society to decide on what to invest—whether to
invest more in one level or another? There are extreme cases, of course, where the
numbers attending basic education are minuscule, and its priority is obvious. But
these instances are increasingly rare in the world, mostly limited to sub-Saharan
Africa and some parts of South Asia. In general, the decisions are more complex
because the institutional requirements overlap. More textbooks are needed for ele-
mentary education; more opportunity for higher education is needed simultane-
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ously. Since economic science is too weak to support an unequivocal position,
other mechanisms must be used.!® What are they?

In Gutman’s view, the economic case for subsidizing higher education does
not depend on establishing its greater empirical urgency over other public or mixed
(public and private) goods. It is justifiable for governments to subsidize any good
which is at least partly public. Since there is no acceptable economic evidence
which can determine the investment choice between educational levels, govern-
ments should subsidize higher education in the same legitimate manner in which
all difficult choices have to be made—investments in police protection, public
health, defence. Beyond what social justice would require for compulsory educa-
tion, the decision on higher education should be made on the basis of democratic
deliberation and decision-making at the appropriate levels of government
(Gutman, 1987, p. 230).1" Gutman reminds us that, in a democracy, whenever
there is insufficient empirical evidence to answer a question conclusively, the high-
est authorities in determining public policy are representatives elected by the vot-
ers. And if they choose to subsidize higher education, there is no evidence strong
enough to suggest that this is a mistake.

Investments in education quality

The second category of educational question has to do with the economics of edu-
cational quality. Quality issues are commanding increasing interest (Behrman &
Birdsall, 1987; Card & Kruger, 1992; Harbison & Hanushek, 1992; Heyneman &
Loxley, 1983; Kemmerer & Wagner, 1985; Moll, 1991, 1992; Solmon, 1985,
1987). However, with the exception of Behrman and Birdsall and Harbison and
Hanushek, few have tried to compare the returns to an improvement in educa-
tional ‘quality’ to an improvement in educational ‘quantity’, though that question
is a natural one to ask. Nor is an aggregate figure on the returns to ‘quality’ of
much interest on its own, when the real issue is what kind of quality, in what
amount, and with what corollary investments and institutional requirements?

School administrators are faced with decisions on specific cost/effectiveness
quality-improving investments and various trade-offs. What they want are guides
to specific investment choices. It is true that the economics literature is making
advances. For instance, it appears that attending an ‘elite liberal arts college’ is a
good investment (Fox, 1993). So is a foreign (as opposed to a domestic) degree in
low income countries (Lee, 1982). Economists have attempted to calculate the
returns on computer-assisted instruction (Levin, 1986); magnet schools (Chabotar,
1989); various science degrees and the level of qualification (Lakshmanasamay &
Madheswaran, 1983); smaller learning-group sizes (Bacdayan, 1994; Kemmerer &
Wagner, 1985); ‘active’ learning and other pedagogical characteristics of specific
schools (Glewwe et al., 1995; Landgren, 1993); textbooks and radio-assisted
instruction (Jamison et al., 1981).

What can we learn from the literature on how important an investment in
quality compared to an investment in something else is? What are the complemen-
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tarities and interdependencies across various quality-improving investments? To
whom should quality-improving investments be targeted? To the gifted? To the
handicapped? The same for every subject and every grade level? Differently in dif-
ferent grade levels or in different subjects? Simply knowing that better books are a
cost-efficient means of raising average science achievement is insufficiently inter-
esting if educational managers are being held responsible for achievement across a
wide variety of interdependent inputs, and for products which reach well beyond
academic achievement in science—moral values, moral behaviour, and a common
sense of citizenship (Young, 1983; Dewey, 1956, p. 18).

Two generalizations might be made about the status of the literature on the
economics of educational quality. First is that the literature is more abundant in
OECD countries, hence more useful to educators in OECD countries. By 1991,
there were about 100 quantitative studies on the economics of school resources in
developing countries, but there were four times that level available in the United
States alone (Hanushek, 19935, p. 229). There is a gap in sophistication as well. The
economics literature still has a long way to go before it is adequately able to specify
the complexity of the teaching and learning circumstance. There is nothing
unusual or wrong in this inadequacy. Economics is more successful in estimating
production functions when there is a single product (e.g. rice), and when the influ-
ences on productivity are physical. The difference between a classroom and a farm
is that soils do not depend upon motivation. What this implies is that a tone of
humility would be in order when discussing results.

Vertical investments in specific curricula and
specific abilities

Facing most educators are three kinds of variables which must be factored into the
‘vertical investment decision’: the first is the interest of the learner; the second is
the learner’s ability; the third is the institutional and managerial prerequisites for
success. Here one might draw on work on the economics of high and low achievers
in Norway (Bonesronning & Rattso, 1994); on the returns to those with disabili-
ties who invest in college (Dean & Dolan, 1992), or the effect of having a ‘co-
operative work environment’ (Min & Tsang, 1990). But, in general, the interest in
this category of investment decision has been sparse. What is the economic evi-
dence on the proper ‘vertical track’ for those with attention deficit disorder? For
those with more advanced spatial ability? For those preparing for new specializa-
tions in medical technology?

Scarcity of economic evidence is not the only problem though. Equally seri-
ous are economic arguments with insufficient understanding of curricular princi-
ples. One example is the common method of casting the question of vocational
versus academic education as if it were a binary trade-off. Foster (1968) intention-
ally framed the first discussion in this manner almost thirty years ago in order to
provoke a debate in the United Republic of Tanzania. The purpose was to ‘shock’
the audience out of a long-held misconception that vocational education was more
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‘practical’. To be sure, challenging the assumption that manual experience was
therefore ‘more practical’ has been an arduous process (Heyneman, 1972b, 1979,
1985, 1986, 1987), but one which is now concluded. Three decades later, on the
other hand, the issue of ‘vocational education’ continues to be cast by some as
though it were a binary choice (Psacharopoulos, 1987b).

Of course, many noteworthy economists have given fair warning. Blaug
(19835) points out the ‘blurred’ differences between vocational and non-vocational
skills, as does Schultz (1975), and Hanushek (1981). Kang & Bishop (1989) ask
whether vocational education is not complementary to academic education.
Freeman argues that ‘there is a substantial and growing body of evidence that, con-
trary to traditional views of student decision-making, young persons are highly
sensitive [. . .] to the state of the labor market. For a wide variety of fields ranging
from law to physics to psychology to accounting’ (Freeman, 1989, p. 21). Bowman
points out that literacy was once classified as a vocational skill (Bowman, 1990).
Dougherty (1989) argues that vocational preparation includes the teaching of
applied sciences in electronics. Kostakis argues that preparing for the university
entrance examination in Greece constitutes vocational education, but that which is
labelled vocational education in Greece has a ‘large generalized component’ (1990,
p. 399). Lewis, Hearn and Zilbert argue that office keyboarding is a generalizable
skill (1991, p. 333). After reviewing thirty different British studies, Drake (1982)
argues that vocational training ‘has so many different independent categories of
result, that the only proper use of them is as “conditional information”, not a cate-
gorical guide to investment.” Bowman (1990) refers to this tendency to misspecify
vocational education as a ‘wide-spread failure of communication [. . .] in which
those most deeply involved in assessment of “diversified education” are least
enthusiastic about such policies.” Dougherty (1989) says that the debates over
vocational education are ‘bedevilled by the failure on the part of both advocates
and critics to clarify what is meant by “it”.

The problem of generalizing about vocational education has been highlighted
by the recent report of the United States National Academy of Sciences, which
points out that the international classifications about what vocational education
means, now many decades old, are seen as ‘outdated and culture bound’ (National
Academy of Sciences, 1995, p. 27). If this is correct, then much of the literature
which attempts to judge the economic returns to binary concepts of vocational
education is simply null and void. It is the misspecification in the economics litera-
ture about vocational education which appears to have caused Fay Chung, then
the Minister of Education of Zimbabwe, to declare that the research work
economists have done on vocational education as being ‘very narrow’ (Chung,
1989). Chung labels this work as ‘narrow’, correctly in my view, because it illus-
trates a surprising absence of understanding of the principles on which students
choose and educators design educational programmes and invest in them.

Educational programmes are designed according to curricular principles
established in the field of human psychology. Among them are the defining and
sequencing of skills and principles, the interaction between theoretical practice and
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practice through manual or observational means, and the targeting of educational
experience differently in different age, ability and interest groups. In terms of spe-
cific curricula, plumbing is not the same as carpentry, and fish culture differs from
agriculture. Investments are made in curricula differently and, if aggregated across
these differences, results are not helpful either to those faced with making invest-
ment decisions, or to those faced with making managerial decisions. It is not help-
ful to know that the economics literature reports that the returns to ‘vocational
education are low’ when what a student living in a suburb of, say Cairo, wants to
know is whether or not to study horticulture.

Investments in policy change

The fourth category where an educational investment may elicit an attractive ben-
efit is in the field of policy change. In the education profession, policy change is the
equivalent of a ‘bull market’. The interest expressed in educational policy knows
few international boundaries and is in demand virtually everywhere: merit pay,
examination policy changes, vouchers, time on task, performance standards
(Heyneman, 19934; 1993b). In each instance, the question being asked is the
degree to which one can anticipate economic benefits—greater internal efficiency,
more effective distribution of resources—attributable to a change in policy.

Some pioneering attempts have appeared in response to this demand. This
seems particularly true on questions having to do with the allocation of teacher
and teaching time (Bacdayan, 1994; Brown & Saks, 1987; Fisher, Marliave &
Filby, 1979); student time (Levin & Tsang, 1987); cost-recovery strategies (Tilak,
199S5); strategies for teacher selection (Levin, 1970); magnet and other school con-
figurations (Chabotar, 1989); payment-by-results and other teacher salary issues
(Cox-Edwards, 1989; Kemmerer, 1990; Rapple, 1992); on-the-job pedagogy
(Landgren, 1993); and over-concentration in educational markets (Borland &
Howsen, 1992). But in general, the economics of policy change is in an infant stage
of empirical development.

New responsibilities, new questions

That economic analysis has failed to answer many of the professional’s questions
has not gone unnoticed (Burkhead, 1973). One report in The Economist pointed
out how inaccurate human capital predictions have been when the definition of
‘literacy’ remains so subjective, and the meaning of ‘school attainment’ so variable
(The Economist, 1995). Killingworth (1993) raises similar concerns when he ques-
tions the degree to which earnings adequately capture differences in skill, effort,
responsibility and working conditions. But misspecification may be attributable to
many sources. One of them is the impoverished state of statistics necessary to make
even modest educational generalizations (Heyneman, 1993a; Puryear, 1995;
National Academy of Sciences, 1995; The Economist, 1995). Yet, regardless of the
source, Samuelson (19935, p. 44) concludes that ‘economic wisdom has not yet pro-
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gressed to the point where desirable changes can be ordered a la carte [. . .] it can
detect general tendencies and illuminate broad choices, but that’s about it. In the
end, the public is not fooled, only disillusioned.’

How then are educators to go about asking questions of the economics pro-
fession? And how is the demand for economic analysis to be measured?!? As the
health economist is required to appreciate that there are differences in the conse-
quences and treatments between influenza and pneumonia, so too must the educa-
tion economist be sensitive to the requirements of teaching and learning.

The education economist must appreciate the nature of teaching and the
teaching profession (Dreeben, 1970; Cuban, 1980). The education economist must
also appreciate that these are differences in age and styles of individual learning,
and that there are different resource implications for different pedagogical objec-
tives. The education economist must be able to distinguish class size from
pupil/teacher ratio;!* between knowledge and the application of knowledge;
between cognitive and affective performance; and between (Western expectations
for) individual performance and (Asian expectations for) group performance.

The education economist must be prepared to consider divergent educational
products and divergent educational consequences. The economist must always
keep in mind that there is a danger of not fulfilling an expected educational func-
tion—in spite of the fact that such functions cannot be subjected to economic crite-
ria. As Burkhead et al. point out, ‘there is no reasonable educational equivalent to
the maximization of profits’ (Burkhead, Fox & Holland, 1967).

Children are not free market goods on which to experiment. In the eyes of a
parent—especially a parent in a democracy—there is ‘zero tolerance’ for error.
Educational officials are held publicly accountable for error. In general, economists
are not. To be credible to the education profession, the economist must demon-
strate an appreciation of the education endeavour, and a respect for the burden of
public responsibility which rests on classroom teachers, school directors and min-
isters of education.

That many economists are not as knowledgeable or as understanding as they
should be is an understatement. But it is also true that many are, and that some
lines of inquiry hold out the possibility for making significant educational
progress. First there are those within the economics profession calling upon their
colleagues to ‘get creative’ about what it is they are measuring and the processes by
which they value benefits. Bowman and Anderson, for instance, conceive of five
separate sources of human capital development which economists should consider:
(i) attachment to people or institutions through apprenticeships; (ii) families (the
primary influence on moral behaviour); (iii) educational institutions; (iv) employ-
ment; and (v) oneself (Bowman & Anderson, 1976). Freeman calls upon his col-
leagues to become “‘detectives’ in the field of education (Freeman, 1989), and hence
to provide a ‘mixture of thoughtful data analysis and economic common sense’.
Akin and Stewart (1982) remind their colleagues that education is a cumulative
process and that learning achievements are a function of time allocation, ability
and external resources.
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True breakthroughs in the economics of education are likely to occur when
economists ask the questions in demand from educators. Michael (1982} points to
the work which needs to be done on motivation, psychological and physical
health. Hoenack (1994) points out the need to emphasize organizational determi-
nants of economic behaviour. Schultz has called for emphasis on different intellec-
tual skills, perception, problem-solving, ability to translate personal challenges
into the firm’s goals, and the like (Schultz, 1975). Brookins (1995) has called for an
emphasis on ‘behavioural economics’. Eisemon may have begun to operationalize
these questions in his pioneering estimate of the behaviour shift in adults stemming
from a change in performance objectives on a health section of a secondary school
entrance examination in Kenya (Eisemon, Patel & Abagi, 1988).

True breakthroughs, however, are unlikely if the economics community
repeats past errors. One such error was to over-emphasize results which might be
obtained from large-scale programme evaluations. They elicited little insight com-
pared to the cost of their complex designs (Raizen & Rossi, 1981). Another was to
rely on production function methodologies to distinguish among individual inputs
to the teaching and learning process or upon new methodologies to separate out
the influence of the class, as opposed to the school, the district or the region
(Heyneman, 1989).%4

Education economists can be more methodologically creative by placing new
emphasis on case studies and small sample analyses of economic performance. In
this they may take a lesson from the quite heroic efforts at gauging effects over
time (Rutter, 1979; Schiefelbein & Farrell, 1982; Peaker, 1971; Hyman, Wright &
Reed, 1975); in specifying cultural values which govern economic effects (Fuller &
Clarke, 1994); or in producing genuinely innovative indicators which combine
economic success across different categories of investments, such as quality and
quantity (Caillods & Postlethwaite, 1989; Lewin, 19935).

Conclusion

As Windham and Chapman (1990) illustrate, in the end we all face the reality that
we know very little about the economic effects of educational decisions and, as a
result, the sector remains vulnerable. Education economics has made deeply signif-
icant contributions to our understanding of the macro-decision to invest in human
capital. But the field has yet to make a significant dent in the questions educational
managers raise in their day-to-day work. It must be remembered that the ‘black
box’ of the educational enterprise is dark in the mind of the economist, but not in
the mind of the educator.

As countries are asked to adhere to a ‘code of conduct’ when making interna-
tional agreements, and doctors and lawyers are asked to adhere to similar profes-
sional standards in their relationships with clients, so too has the educator a right
to expect a measure of professionalism from economists who work in the field; and
economists have the same right with respect to educators. This standard might
begin with three elements:
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—  the absence of ad hominem arguments about motives. For a century, remarks
about the conservative or self-interested nature of the teaching profession
have characterized some economic discussions. Whether or not this is an
accurate reflection is not the point; the point is that it is not likely to lead to a
constructive conclusion.

— the specification of assumptions behind data and conclusions. ‘Class size
makes no difference’; ‘money makes no difference’; ‘educational investments
are ineffective’—these are all examples of conclusions which require specifi-
cation.?

— the generalization about what constitutes the field. More studies have been
conducted on the first category of question—returns to quantitative expan-
sion—, but this represents only one of the four major categories of educa-
tional investment questions. Rates of return say little about the nature of
economics of education in the other three. Decisions on priorities for educa-
tional investments should not be made without a review of all four categories.

On the other hand, there are principles governing the attitude of educators to the
field of economics which are of equal importance. Because education is a public
good and therefore a public investment, it is natural to expect that the education
profession will welcome economic questions and be among the greatest consumers
of sound economic advice. It is not fair to ignore the essence of that advice on
grounds that the evidence is imprecise. It is unwise to not be interested in the eco-
nomic questions whose answers hold out the promise for improving education.
However, the education community has a responsibility to demand better eco-
nomic evidence on a wider variety of educational questions. Past questions in the
economics of education were driven less by a search for insight and more by an
adherence to disciplinary tradition. Both economics and education would benefit if
the past questions were jettisoned in favour of the questions in demand from the
education profession itself.

Notes

1. This article was originally developed with the encouragement of Dr.
Lakshmanasamay at the University of Madras for a series of essays in tribute to Nalla
Gounden, and it appears in Prospects with his permission. The author gratefully
acknowledges the advice and encouragement received from economist friends teach-
ing at the Universities of Chicago, Vanderbilt, Sussex and George Washington, and the
State University of New York at Albany; from many colleagues in UNESCO and the
World Bank; and especially colleagues in his own division. All gave their time most
generously. However, the views are those of the author alone and, in particular, do not
necessarily represent those of the World Bank or any of its affiliated institutions.

2. In the United States of America, this ‘tension’ over the lack of utility in the kinds of
economic questions asked by the academic community led to the establishment of an
economic society focused exclusively on the problems of education management: The
American Education Finance Association.
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10.

‘Horizontal’ investments are those undifferentiated by specialization and generally fall
into the categories of primary, secondary and higher. ‘Vertical’ investments are those
which cross horizontal lines and lead to a curriculum experience different from others.
These may include: a new professional specialization or a new educational objective
such as environmental awareness, physical fitness, etc.; as well as the special needs of
the gifted, the handicapped and the like at primary, secondary or higher education lev-
els.

By tradition, economics has been less interested in questions of technical alternatives,
which have been the main lines of inquiry in operations or engineering research.

The term ‘exposure’ is employed here in order to illustrate the crudeness of economic
measures on quantity. Typical units are marginal differences in years (nothing less).
Little distinction is made between intended, delivered and received curriculum; and
few (accurate) controls are placed on differences in the quality of educational materi-
als, subject matter or alternative product. Hanusheck (1994; 1995) has been particu-
larly eloquent on this point of the inadequacy of rate-of-return evidence by
educational levels to guide investments without simultaneous attention to investments
in the quality of education.

The term ‘opportunity to teach’ differs from ability to teach in the same way that the
term ‘opportunity to learn’ differs from ability to learn. ‘Opportunity to teach’ refers
to the classroom environment required before good teaching can be effective.

The literature on the economics of vocational education has been particularly negli-
gent on this point. Vocational education was commonly used as a tracking mechanism
to delay labour market entry, to ration higher education, or both. This is lamentable
because these functions are both expensive and ineffective. Students in terminal voca-
tional education tracks tend to be more discouraged and angry than the typical gen-
eral age cohort, because their opportunities for occupational advancement have been
foreclosed. The lower the percentage of the age cohort in terminal vocational atten-
dance, the higher the returns to vocational education are likely to be. This implies that
the returns to vocational education are determined less by the nature of the curricu-
lum and more by whether it serves other intervening social functions. However obvi-
ous and important these functions may be to the local political leadership, the
economics literature generally ignores them.

On the question of equity of the distribution of educational resources in pre-university
education, the economics literature has served as an enormous resource and has pro-
vided a genuinely creative series of arguments, empirical techniques and policy recom-
mendations.

The lack of corresponding dates in different countries is attributable to the difficulty
of aligning shifting definitions of socio-economic status, shifting definitions of higher
education in different studies, and different means of estimating the representation of
socio-economic strata in the general population (Anderson, 1975).

Historically, we have come to refer to elementary schooling as ‘primary’ and to post-
primary schooling as ‘secondary’. Gutman argues that this distinction made sense in a
society where the demands of literacy and citizenship were low. Today, high school is a
necessity for adequate preparation for democratic citizenship. Since the complexities
of a democracy do not differ among rich and poor countries, in reality all countries
require high school education as a part of basic education (Gutman, 1987, p. 49).
Only three levels are now meaningful in schooling: pre-compulsory, compulsory and
post-compulsory. Though not all societies will be able to afford the same level of
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access, all societies will try to have the same access objectives, regardless of the rates of
return to different levels.

To be fair, decisions over public goods are not impervious to empirical scrutiny. Some
roads are more ‘public’ than others. The poor tend to benefit more from roads leading
to markets than from roads leading to airports. In education too there are ways to dis-
tinguish relative public weights. For example, in OECD countries public expenditures
for each student in higher education are typically double what they are for each stu-
dent in compulsory education. In non-OECD countries the difference is even greater.
Per student higher education expenditures are three times more in Singapore, Hong
Kong, Taiwan and the Republic of Korea; four times more in the Gulf States; eight
times more in Latin America and the Caribbean, as well as in Tunisia; fourteen or fif-
teen times more in Jordan and Morocco; and as much as 100 times more in parts of
sub-Saharan Africa. In cases where the quality of compulsory education has been
neglected, the social justice of having lower unit expenditures would be questionable.
One can distinguish the degree of relevance among education economists by their
demand in serving as paid consultants to those who manage education systems.

The economist who does not distinguish between these two concepts comes close to
‘professional malpractice’. When it is argued that ‘class size makes no difference’,
what is really meant is that the size of the pupil/teacher ratio makes no difference. The
term ‘class size’ is very specific. It differentiates purpose of subject {school chorus vs.
chemistry laboratory); pedagogical style (group lecture vs. small-group work); and
learning demand (the handicapped vs. others). Pupil/teacher ratios represent a broad
average across the system. It is the pupil/teacher ratio to which the economist usually
means to refer. On the other hand, pupil/teacher ratios are inadequate unless there is
evidence on the range of ratios being considered in the sample and differentiations
between teaching/non-teaching employees.

It is true that multi-level analytic methods of disaggregation have represented a major
advance. But it is also true that they have not been able yet to distinguish intervening
influences which occur during the investment period itself. Since it is widely recog-
nized that changes in some classrooms will be more radical than in others, current
methods of measuring net gains over time would be unlikely to stand up in a court of
law on the basis of being able to distribute resources “fairly’.

This requirement is similar to the standards recommended by the National Academy
of Sciences for conducting international research in education (Board on International
Studies in Education, 1993).
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EDUCATION AND CULTURE:

AN INTRODUCTION

G.R. Teasdale

During this final decade of the twentieth century we are witnessing a profoundly
significant movement in many regions of the world. I refer here to the re-affirma-
tion of indigenous knowledge, wisdom and learning. Initially the movement has
had a cautious and rather tentative quality, rather like a hermit crab re-emerging
from its borrowed shell after a period of prolonged threat. It is growing steadily
stronger, however, as indigenous groups acknowledge with greater confidence the
significance of their own traditional ways of viewing the world. The papers in this
special issue of Prospects provide examples of the movement from a variety of
indigenous cultures in Africa, Asia, Oceania and South America, and explore some
of the implications for education. Readers who wish to review examples from

North America may wish to refer to a recent special issue of the Peabody journal of

education (Lipka & Stairs, 1994) on the theme of indigenous schooling.

What exactly do we mean when referring to ‘indigenous knowledge, wisdom
and learning’? There are three elements: content, process and context. Thus, if we
take a particular cultural group, we can identify:

1. The actual knowledge and wisdom that gives meaning and purpose to the life
of the group, and to the lives of the individuals within it. Although this body
of public and private knowledge may share content in common with that of
other groups, it does have unique features that help to define the group’s
identity.

2. The processes whereby that knowledge and wisdom are analyzed and stored,
and by which they are transmitted from generation to generation.

G.R. (Bob) Teasdale (Australia)

Staff member of the School of Education at Flinders University, Adelaide, South Australia,
for the past twenty-five years. His teaching and research interests are in the fields of interna-
tional, comparative, indigenous and cross-cultural education. He has worked extensively in
the South Pacific region.
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3. The actual settings or contexts in which knowledge and wisdom are analysed,
stored and transmitted.

The papers focus predominantly on indigenous rather than transposed cultures,
for it is here that the movement has been strongest. The word ‘indigenous’ is used
to refer to the first people to occupy a particular land or territory, and to their
descendants who continue to inhabit the land and to identify closely with it as their
particular place in the world. In some cases, as Sheila Aikman points out in rela-
tion to the Amazonian Indian people, the ties to the land have a deeply intimate
and spiritual quality that play a major role in defining the cultural identity of the
group.

Prior to the European colonization of the past five centuries, most indigenous
peoples existed in relative isolation. Their systems of knowledge, and their pro-
cesses of knowledge analysis and transmission, were generally stable and coherent.
The arrival of the Europeans in most parts of the world, however, had far reaching
consequences, for they brought with them their own languages, religious beliefs
and political systems. They were certain of the superiority of their own knowledge
and wisdom, and in most cases imposed it unquestioningly on those they con-
quered. Hence, they introduced systems of education that were based exclusively
on their own processes of knowledge, analysis and transmission. Indigenous
knowledge and learning were suppressed, often in quite deliberate and systematic
ways. As a consequence, many indigenous groups were marginalized. Peter Gale,
for example, notes that the situation of indigenous Australians has been one of
exclusion from education, especially at the tertiary level. Michael Mel speaks of
the annihilation of many cultures in Papua New Guinea as a consequence of the
colonizers’ failure to accept and understand local systems.

Belief in the superiority of the modern scientific world-view has been espe-
cially strong and pervasive. Its emphasis on certainty, objectivity, predictability and
instrumental rationality has dominated the education systems introduced by the
Europeans. As Capra expresses it:

In the past three hundred years [. . .] we have been driven by the belief in the scientific
method as the only valid approach to knowledge; the view of the universe as a mechanical
system composed of elementary building blocks; [. . .] and the belief in unlimited material
progress to be achieved through economic and technological growth (Capra, cited by Beare
& Slaughter, 1993, p. 57).

While these modern ways of knowing and understanding have been of great
importance to the development of the human race, they also have led the coloniz-
ers to assume an inherent intellectual ethnocentrism—an intrinsic sense of the
superiority of their own ideologies and value systems—that has resulted in the den-
igration of indigenous knowledge and its processes of analysis and transmission.
However many indigenous peoples now are becoming increasingly confident in
their assertion of the validity of their own knowledge and wisdom. There are sev-
eral interrelated reasons for this:
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At an international level indigenous groups are gaining increasing support for
their rights. The United Nations World Decade for Cultural Development
(1988-1997) and the International Year of the World’s Indigenous Peoples
(1993), for example, have affirmed in significant ways the rights of indige-
nous groups to maintain and develop their own languages and cultures. As
Peter Gale emphasizes, these are not rights based on the disadvantaged status
of many indigenous minorities, but on a collective right, based on their status
as first occupants of a territory, to autonomy, self-management and self-
determination.

In addition to affirmation from without, there is also evidence of a new sense
of cultural distinctiveness and autonomy emerging from within. Marshall
Sahlins (1993, p. 1) has coined the term ‘culturalism’ to describe this new
sense ‘cultural self-consciousness’ that is developing within many small
indigenous societies. He considers it one of the most remarkable phenomena
of the late twentieth century. While its manifestations in some parts of the
world are overwhelmingly negative, leading to bitter wars and rivalries, in
other countries it is finding creative expression in areas such as music, drama
and art, and in a new sense of intellectual and spiritual freedom.

In some countries where indigenous peoples have been a small and dispos-
sessed minority, we are now witnessing a newly emerging sense of national
pride in the unique contributions they are making to the wider society. In
Canada, Australia and New Zealand, for example, despite continuing expres-
sions of racism in some settings, indigenous perspectives are increasingly
being celebrated as an integral part of the national identity of each country.
Finally, there is evidence that the intellectual climate in some parts of the
world is changing. Underlying theoretical shifts are facilitating the acceptabil-
ity of indigenous cultures of knowledge and learning. In the humanities and
social sciences, for example, post-modernism is challenging many deeply held
assumptions, and undermining the certainties of the scientific approach to the
study of humans and their societies. In the physical and natural sciences the
changes are even more profound. Quantum mechanics and chaos theory have
challenged the very core of scientific thinking. The universe now is being per-
ceived as complex and unpredictable. The rational-empirical approach, with
its certainty and objectivity, is no longer fully accepted by many scholars. In
fact, there is a growing belief that long-term solutions to the environmental
and social problems currently confronting the human race may well depend
not on scientific rationalism but on the more holistic and spiritual world-
views of indigenous peoples (Teasdale, 1994).

Although the impacts of the above changes in attitudes and theories have been
uneven, they are beginning to create a climate of acceptance of alternative cultures
of knowledge and wisdom in education, at least in some parts of the world. This is
reflected in many of the papers in this issue. Zane Ma Rhea notes how major
attempts are being made to bring older local and religious knowledge back into
many of the regional universities of Thailand. In this way students are being
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encouraged to look at their nation’s own store of knowledge and wisdom, while
staff are seeking more culturally relevant teaching methodologies which recognize
the importance of context-based learning. Unaisi Nabobo and Jennie Teasdale give
an exciting account of a teacher education course in Fiji that draws on the content
and processes of both indigenous Fijian and Fiji Indian cultures of knowledge.
From an Indonesian perspective, Elias Kopong explores the implications of a new
law that allows local people to develop a supplementary school curriculum for the
purpose of enhancing their own particular cultural values, beliefs and practices.

It is of vital importance to note, however, that this re-affirmation of tradi-
tional systems of knowledge and wisdom is ot a retreat into the past. It is not a
process of putting traditional knowledge into a sterile glass case, as in a museum,
and seeking to preserve it in a lifeless and artificial way. Rather, it is a dynamic pro-
cess that reflects a search for cultural continuity amidst constant adaptation to the
new. At times it becomes a process of appropriation, of improvisation, and of
invention. It involves constant change, yet it retains the deep values of the culture,
and ensures a strong sense of cultural identity.

Let me give an example. One of the contributors to this issue, Michael Mel, is
currently completing a doctoral thesis. He is from the Mogei culture in the Melpa
area of the western highlands of Papua New Guinea. As a child, he was strongly
grounded in the knowledge and wisdom of his own people. In writing his thesis
Mel is drawing on his own indigenous store of knowledge, fusing it with contem-
porary Western theories and insights. He sees himself working at the cutting edge
of culture change where the two cultures of knowledge—the Western and the
indigenous—are in constant and creative interaction. His processes of knowledge
analysis are especially interesting. The theoretical chapters of his thesis begin by
telling a story that provides a context for an overview of key issues. The issues are
not separately identified and dealt with sequentially. Instead he approaches his
research question by ‘walking around it’ in ever decreasing circles. At various
stages other stories are told to clarify and explain. His approach to knowledge
therefore is holistic rather than compartmentalized. He makes use of the oral liter-
ature of his own people, as well as drawing extensively on Western literature and
theories.

Essentially, Mel is engaged in a dynamic process involving the creation of new
knowledge out of the interaction of the Western and the indigenous. Yet his work
also reflects a constant search for cultural continuity and identity. We see the same
processes at work quite vividly in Aboriginal Australia, especially in the areas of
art and music. One particular music group, Yothu Yindi, from Yirrkala in north-
east Arnhem Land, has received worldwide acclaim for its music. Led by
Mandawuy Yunupingu, a university graduate and principal of the local
Community Education Centre, the group is creating lyrics that are a vibrant blend
of traditional Aboriginal and contemporary popular music. When one listens to
the lyrics, one cannot separate out the Aboriginal and the popular. They are a
fusion of the two — a new creation — a new form of music. Yet for the Aboriginal
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people the music has a deep continuity with the past, affirming their unique cul-

tural identity.

Edna Tait’s paper provides a fascinating account of how a large secondary
school has been able to create new approaches to school management, curriculum
development and classroom instruction from the fusion of Western (Pakeha) and
indigenous (Maori) cultures of knowledge and learning in Aotearoa New Zealand.
Kurt Seemann and Ron Talbot explore the interface between the holistic thought
processes of Aboriginal people in the central desert of Australia, and the delivery of
modern technical education. Their paper gives a remarkable example of the syn-
thesis of these seemingly antithetical processes. Even in China, where the education
system has been slow to respond to indigenous learning needs, there is now evi-
dence of attempts to fuse local and national perspectives, as Keith Lewin shows in
his account of the Yi people of Sichuan province.

What of the future? Clearly the re-affirmation of indigenous knowledge, wis-
dom and learning has developed considerable momentum. Several of the papers in
this issue provide evidence that the movement is starting to lead to more holistic,
interdisciplinary and even metaphysical approaches to knowledge analysis, and to
modes of knowledge transmission that are more learner-directed, person-oriented
and contextualized. However the movement can be further strengthened in at least
two ways:

1. There needs to be continuing, careful description of indigenous systems of
knowledge, wisdom and learning. Thoroughly researched ethnographic and
sociolinguistic accounts like those of Sheila Aikman, Avinash Singh, Elias
Kopong, Pat Pridmore, Konai Thaman and John Lowe provide an important
data base for ongoing comparative analysis and synthesis. Hopefully the doc-
umentation and dissemination of accounts such as these will lead to a deeper
understanding and acceptance of indigenous cultures of knowledge by non-
indigenous educators. This is not easy to achieve. At least half of us who have
contributed papers to this issue of Prospects are non-indigenous and, despite
our best intentions to write in culturally sensitive ways, many of our percep-
tions and representations remain those of ‘outsiders’.

2. There needs to be strong and continuing recognition of the rights of indige-
nous cultures to ownership and control of all aspects of the education of their
people. At the Rarotonga seminar in 1992, for example, indigenous partici-
pants from Oceania recommended that they should have full control of edu-
cation, including administrative and resource decisions, and that there should
be an ‘absolute guarantee that no veto be exercised by any other cultural
groups’ (Teasdale & Teasdale, 1992, p. 6). This also implies that indigenous
scholars and educators must have the freedom to create their own modes of
knowledge analysis and transmission out of the interaction between their
own cultural traditions and those of the West. Such processes cannot be
imposed by others. They only can be generated from within. The most useful
role outsiders can play is to discard any belief they might hold in the superior-
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ity of their own knowledge and wisdom, and to affirm the validity of indigenous
ways of thinking and knowing.

We hope the papers in this special issue of Prospects will inspire indigenous
peoples in all parts of the world to continue affirming the importance of their own
systems of knowledge, wisdom and learning, and to continue exploring the
dynamic fusion of their systems with those of modern industrial and post-indus-
trial societies. We hope, too, that non-indigenous educators will come to recognize
the significance of indigenous perspectives for the survival of the human race, and
begin to incorporate these perspectives into all aspects of the management and
delivery of education in their societies. Several of the papers in this volume give
clear examples of how this might be done. Nevertheless, as Angela Little points out
in her conclusion, many questions still remain, and we therefore look forward to
continuing description, analysis and discussion in this important area.
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TERRITORY, INDIGENOUS EDUCATION

AND CULTURAL MAINTENANCE:

THE CASE OF THE ARAKMBUT

OF SOUTH-EASTERN PERU

Sheila Aikman

Indigenous peoples are the inhabitants of a particular territory stretching back to
before the establishment of the nation-State. They define themselves as distinct
from other groups or minorities within the nation-State through their relation to
the land and their culture. ‘Indigenous’ is a term now widely accepted nationally
and internationally to refer to the colonized peoples of the world who are pre-
vented from controlling their own lives, resources and cultures (see ICIHI, 1987;
Burger, 1987). Indigenous peoples hold a special relationship to their territory
which is a fundamental aspect of their identity, and one which distinguishes them
from ‘ethnic minorities’ who do not necessarily have close ties to a particular area.
For indigenous peoples, the term territory denotes much more than a piece of
land—it encompasses all features of the physical environment and its resources; it
is also a space where the collective experience and memory of a people is sacred
and intimately interrelated with the rest of living beings; it encompasses freedom of
religious and cultural expression and political control (Chirif, Garcia 8& Chase
Smith, 1991, p. 27-28; Gray, 1994).

Sheila Aikman (United Kingdom)

Has carried out field work at different periods over the last fifteen years with the
Harakmbut of South-eastern Peru. Since 1984 she has worked with the International Work
Group for Indigenous Affairs in Copenhagen and Oxford, in particular with indigenous
self-development projects in Latin America. In 1994 she completed a Ph.D. at the University
of London on intercultural and bilingual education, and since then has been working with
the Reading (UK)-based non-governmental organization, Education for Development.
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Indigenous peoples consider their traditional territory to be the foundation of
their indigenous cultures:

Our spiritual and cultural relationship to our environment—the land, seas, air and natural
resources—is the foundation of our native cultures (International Work Group for
Indigenous Affairs, 1994a, p. 50).

Other indigenous peoples have expressed this as follows:

The spiritual aspect of our people has it origin and foundation in our relation with the land
and environment and finds its maximum expression in the distinct philosophical and reli-
gious ceremonies which we have practised through the ages (International Work Group for
Indigenous Affairs, 19945, p. 57).

Territory is, therefore, fundamental in indigenous peoples’ desire to maintain their
cultural and spiritual practices. The interdependence of land, philosophy and cul-
tural creativity is expressed in the daily lives and cultural practices of each group of
indigenous people. Land is not just valued for its economic potential but also as the
foundation of cultural knowledge and the source of different indigenous philoso-
phies. It is the source of indigenous history, the focus of the practical use of all
learning and the source of growth and well-being.

This intimate relationship between indigenous peoples and their territories
means that, for many, ensuring territorial rights is a question of providing for the
future maintenance of their identity. Here we understand identity as the internal-
ized cultural consciousness and identification with a distinct concept of reality
accepted by virtue of participation in it (Brock & Tulasiewicz, 19885, p. 4). The
meaningfulness of indigenous peoples’ cultural practices derive from their distinct
perspectives of reality, which are related to their conceptualization of territory.

However, indigenous peoples’ relationships with the land is constantly under
threat. Some indigenous peoples are being forcibly relocated to make way for
resource exploitation such as mining, oil exploration and logging; some have had
their land flooded for hydro-electric dams; while others suffer unrestricted colo-
nization and subsequent destruction of their territories (Erni & Geiger, 1994;
Kidd, 1994). Indigenous peoples are searching for ways to guarantee their rights to
their territories and protect their distinctive ways of life.

There are, however, many more subtle forces which threaten indigenous cul-
tural maintenance such as national policies oriented towards the integration of
indigenous peoples into the life of the nation at the expense of their cultural tradi-
tions. Cultural assimilation has been the main purpose of many educational pro-
grammes throughout the world over the twentieth century through the imposition
of non-indigenous, dominant cultural and linguistic values in the classroom
(Cornell, 1988; Osende, 1933).

Indigenous peoples are campaigning for the recognition of their rights to their
territories, their freedom of cultural expression and their ways of life not only in
law, both international and national (for example through the Declaration on the
Rights of Indigenous Peoples currently being debated at the United Nations), but
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also in policy and practice. Legal recognition of indigenous communal rights to
land was enshrined in the International Labour Organisation Convention 107 of
1958 and reaffirmed in Convention 169. Indigenous peoples are also searching for
means to participate in national societies in ways which do not jeopardize their
identities.

Formal education and cultural maintenance

Opver the last two decades many governments have changed their ideological orien-
tation towards indigenous peoples and espoused a more positive approach to the
cultural diversity within their borders. This can be seen in education policies which
promote indigenous cultural maintenance. Consequently, many indigenous peoples
today are campaigning for forms of schooling which are both bilingual and intercul-
tural. Such an education aims at promoting cultural maintenance as well as facilitat-
ing indigenous peoples’ participation in the national society on their own terms.

While schooling may be able to contribute towards the maintenance of
indigenous values, beliefs and language practices, it alone cannot ensure their
meaningfulness because this derives from indigenous philosophies and the differ-
ent views of the world in which they are embedded. Cultural meaning has been
sustained over generations through indigenous education practices and processes
which the Western formal education system mostly ignores. These indigenous edu-
cational ‘systems’ are not focused on discrete units of space and time (the school
building and the school day) but learning and teaching are integrated and indivisi-
ble parts of daily activities which take place throughout a people’s territory. A peo-
ple’s territory, therefore, is not only important in terms of being the foundation of
their conceptualization of the world, but as the meaningful context for learning
and teaching; the flora, fauna, ecology, spirit world and other elements which com-
prise their territory are themselves the subject matter of the education.

There are many different school programmes designed to foster cultural and
linguistic maintenance among indigenous peoples today. They differ greatly in
terms of geographical factors, national education systems, demography, degrees of
indigenous control, relations between the cultural traditions concerned, etc. but
they also display a wide range of aims and practices. It is not the intention of this
paper to discuss these differences but merely to note that cultural maintenance-ori-
ented schooling is not a unified concept (Aikman, 1994). Furthermore, indigenous
peoples’ perception of the importance and usefulness of formal education for cul-
tural maintenance varies according to, among other things, the extent to which
other mechanisms for cultural maintenance, such as their own education system,
have been eroded or are coming under pressure from their relations with surround-
ing national or other cultural traditions.

Another variable which is of considerable importance to indigenous peoples’
perceptions of the usefulness of cultural maintenance-oriented schooling is pres-
sure upon their territory. For some indigenous peoples their territory is under such
threat that finding ways of ensuring its integrity is their foremost concern. The
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Cree of James Bay, Canada, faced the potential destruction of their land in the
1970s through the construction of a hydroelectric dam. They fought back and in
doing so constituted their own system of local government and management of
land and resources that guaranteed that their traditional way of life could continue:

With these basic matters dealt with, we felt we could deal with the question of education,
knowing that our culture and society would continue to grow and prosper and that we
could adapt an education and pedagogical system that would meet our demands (Diamond,
1987, p. 88).

A Kaxinawa from Brazil expresses the paramount consideration for territory and
its relationship with formal education in terms of “first things first™:

The future is in [territorial] demarcation, because when our land is demarcated we have all
our future for our schools, because within this territory we teach and learn what we know
(J. Paulo Mana, cited in Lindenberg, 1989, p. 215).

The next section considers the example of the Arakmbut in the Amazon region of
South-Eastern Peru where the Arakmbut communities’ concerns for the future of
their territory are very acute. Territorial defence is such a major preoccupation that
it takes priority over change in the system of schooling which exists at present. The
analysis of the Arakmbut situation is based on field work I carried out in

Arakmbut communities between 1991 and 1992 and for three months over
1993/4.

The Arakmbut of
the South-Eastern Peruvian rainforest

The Arakmbut have Spanish language schools located in each of their villages run
by either the Ministry of Education or the Dominican Educational Network of the
Southern Amazon (RESSOP). The Arakmbut value the school but take no part in
running it. Attempts by teachers, RESSOP and the regional indigenous federation
to promote qualitative changes and cultural relevance have fallen on deaf ears.
However, this does not mean that the Arakmbut are not concerned for cultural
maintenance. Concern for their territorial integrity is primarily a concern for cul-
tural maintenance and the freedom to pass their distinctive way of life to future
generations through their indigenous educational processes. The Arakmbut indige-
nous education system is embedded in their cosmological distinction between a vis-
ible world and a spirit world, which in turn are embedded in their territory.

The Arakmbut are a hunter/gatherer/agricultural people who live in an area
of lowland tropical rainforest in the Peruvian department of Madre de Dios. They
are the largest Harakmbut-speaking people and number approximately 1,000 per-
sons of a total Harakmbut population of 1,500. Today they live in five communi-
ties, each with a village encircled by an area of land which has been officially
demarcated and titled according to the Law of Native Communities in 1986 and
the Political Constitution of Peru of 1979 which guaranteed the inalienable rights
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of the indigenous communities to their territories. These communities and their
territories are situated in what was the much larger territory of the Harakmbut
peoples until the end of the nineteenth century. Then they were subject to genoci-
dal pressures from the exploitation of rubber for the international market and sub-
sequent decimating diseases. They are estimated to have been reduced by 90-95%
over the last 100 years (Gray, 1983).

The Arakmbut titled territories today can be understood in terms of a series
of concentric circles (Gray, 1994). In the centre is the village which comprises small
nuclear family huts interspersed with fruit trees, a football pitch, the school and
chicken huts. In a wide circle around the village and up to half an hour’s walk or
punt by canoe are the slash and burn gardens which the women plant and tend.
Extending beyond and between the gardens is an area of forest, rivers and streams
where the women fish and gather fruits and firewood; beyond this is the area
where the men hunt wild pig, tapir, monkeys and birds. Arakmbut extended fami-
lies often leave the permanent village and set up temporary camps around their ter-
ritory for fishing and hunting.

Each Arakmbut is a member of one of seven exogamous clans and political
alliances in a community are often organized along clan lines whereby an extended
tamily of brothers and their wives will work and live closely together and share
meat from a hunt between them. Arakmbut social life is also organized around a
person’s kin (wambet) which comprises all of one’s close non-affiance relatives
(Gray, 1983). Gender is a fundamental aspect of the division of labor and men and
women participate in activities, such as food production, preparation and con-
sumption in a complementary way (Aikman, n.d.). While the men hunt and bring
home raw meat, the women transform the raw meat, which is potentially danger-
ous because of the animal spirit matter which it contains, into food which sustains
and nourishes the household. This hunted meat is considered vital for growth and
physical and spiritual strength.

For the Arakmbut, the invisible world of the spirits is no less ‘real’ than the vis-
ible world. The larger forest animals have spirits which can be contacted through
dreams. A curer (wamanoka’eri) is someone who can diagnose which animal spirit
is attacking a sick person and cure that person by luring the spirit away from them.
Dreams are important shamanic practices and a ‘dreamer’ (wayorokeri) is someone
who has developed the art of dreaming and can travel throughout the invisible
world conversing with the spirits and seeking advice (Gray, forthcoming).

As Teasdale notes for hunter-gatherer societies, existence is based on princi-
ples of co-operation and co-existence both with the natural world and with other
people (Teasdale & Teasdale, 1994). The Arakmbut view of the way the world is
organized is distinct from a Western world view which is promoted in Arakmbut
communities through the school. It emphasizes a coherence and unity of knowl-
edge. For example, the Arakmbut do not distinguish between practical knowledge
and theoretical knowledge or between religious and secular knowledge but the
spiritual dimension provides an inter-relatedness which runs like a thread through
all knowledge.
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This knowledge is structured according to such concepts as gender comple-
mentarity, clan affiliation, age, communal house affiliation, marital status and res-
idence. For example, men and women have access to different bodies of
knowledge: men develop an understanding of the forest and the river and hunting
skills; women develop a body of knowledge and expertise in garden cultivation
and edible forest plants and fruits. Arakmbut learning is oriented towards under-
standing this world, a world which is unpredictable, recalcitrant and constantly
having to be reinterpreted through each members’ experience and interaction.
Education is not learning and continual striving for betterment, for ‘progress’ or
for ‘development’ but learning in order to try to maintain a balance between the
visible and invisible worlds of their territory, that is between the world of the
Arakmbut and the world of the spirits which have control over both the person
and the community’s health and nutrition and the well-being of the flora and fauna
within their territory.

An indigenous Arakmbut education system

Arakmbut learning and growth is directed towards gaining the knowledge and
ability to manage several gardens with a diversity of crops or to acquire good hunt-
ing skills to bring in a regular supply of meat which will ensure both physical
growth and good health. In order to do these things a man and woman must learn
to manage their relations with the visible and the invisible world and, to do this,
they need to be strong, both in body and in soul (nokiren). An adult who can com-
bine physical strength, spiritual strength and knowledge and understanding of the
Arakmbut universe and use it through caring for the well-being of the community
is highly respected.

For the Arakmbut, learning is lifelong and knowledge is built up through
experience and understanding. Growth from birth to death is punctuated by
stages, each stage heralding a new phase of learning and a new ability to use
knowledge for the benefit of the individual, the household and the community. As
Arakmbut approach old age their ability to learn about the invisible world
increases as their 